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Foreword

Discussions on “language across the curriculum™ have become commonplace among
educators siace the publication of the Bullock Report .4 Language for Life (London,
HMS0,1975) n 1975. The central argument of the Bullock Report - that the teaching
of language should be integrated with all aspects of the school curriculum - is now
widely accepted, and many teachers, principals, and administrators are currently work
ing to develop and implement school language policies.

How ever, the phenumenon of language, which seems relatively straightforward when
we take it for granted and just use it, becomes envrmously complex when we begin to
analyse it in depth and probe the relationships between what are generally regarded as
jts component parts, that is, listening, speaking, rcading, and writing For example,
most educators assume that a good basis in “oral language™ is necessary for successful
initial reading, yet rescarch findings on this issue are not entirely consistent, some
showing streng relationships between reading and oral language skills, while others find
only weak relationships. The reason for this, of course, is that the term “oral language™
can encompass a bewildering array of different skills whose interrelationships are any
thing but clear. For example, how i> the grammatical accuracy of speech relate | to
appropriateness of use in different contexts, ur range of vocabulary related to fluency?

The relationships between reading and writing are no more clear than thuse between
“oral language" and reading, with edacational theorists and researchers propusing sever
al different views. While the four broad language skills are obviously interrelated in
some ways, there are other ways in which they are cicarly independent, for example,
knowing how to speak does not guarantee that a child will be successful in acquiring
reading and writing skills. What this iinplics for educators is that without a clear con
ceptivn of the nature of “language proficiency,” and the ways in which its comp-:nent
parts are related to cach other, it becomes extremely difficult to formulate a coherent
policy on how language should be integrated with other aspecets of the curriculum

Jssues related to language and literacy become even murkier when we add concesns
zbout stcond-language aquisition and first-language mainter.ance among both children
. from linguistic minorities as well as those fron. the majority language group. \s are
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sult of comsiderable rescarcdi during the past two decades we can by reasonably confi-
dent about some cducational geneealizations in regard to sceond language programs.
For example, we hnow that French immersion programs are cunsiderably more effec-
tive s promoting Crench shills than traditionat Freuchi-as-a-sccond-tanguage programs.
However, when we probe beneatle the surface of these rescarchi studies, we are faced
with the same tssucs that remain largely unreesolved in fistlanguage pedagogy For ex-
ample, the question of how long it takes anc munigrant hild to learn English, which
has ubvious policy mplications both for the provision of ESL surviees and for psy cho-
logiedl assesstent, depends upon what we mean by “learning English.” Understaading
why ummneesion prograns suceeed i desddoping sceond-language shills so much more
raprdly than tradtivnal sceond-language progeams insolves undcrstanding the natuec of
language and how it is acquired in first-language contexts.

The aim of the preseat srics is to assist cducators (induding parents) to explore
thest isaties conuerning the naturc and dovelopment of language and litceacy . We hope
not valy to provide information in a straightforward and accessible form, but abo to
stimulate ieds and distussion about how the information or “facts™ are reloted to
cach other and how they wan be axplained. In other words, wo hope to stimulate the
proves of developing and efining thoory because “facts™ bocome relevant for both
policy and practice only when they are integrated within a coherent theoretical frame-
work.

All cducational policy and practice is based on theory. Often, lowcever, these
theonies are impliat, or are based on assumiptions whose salidity is quistivnable. One
of the reasutis for this 15 that rescarchers publish thair findings in scholaely journals in
a language that wn often be understoud only by other rescardiers, Practitioners are
therefore largely cxddaded from aceess to thes findings. Conscguently, and appropri-
atly, they base thar practice vn assuptions and intuitions durived from expericnce.
However. implwat theories ur assumptions unsupported by data are usually not suffici-
ent to persuade others that changes in policy or practice are desicable. Information
that can be gencraized i required. Such information can sene cither to confirm
assumptions and intuitions vr alternatively to canse them to be qucstioned.

Thus, we hope that the present senics of monographs will contribute to the genera
tion of new thoorctical ideas and practical applications i the genceal arcas of language
and hteracy, Although cach monograph is devoted to a spedific fsotic, wo anticipate
that collectively they will hielp define the dimensions of language and literacy in both
bilingual and monolingual contexts.

Jim Cuminins
Sharon Lapkin
Merrill Swain
Series Editors
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Preface

The purpust of the handbuok is to provide a brief introduction to research findings
related to bilinguahsm in minority language hildren, and to describe the implications
of these findings for issues of curtent concern in Canadian education. The term “bilin
gualism™ 15 defined in o broad sense as “the production and/or comprehension of two
languages by the sane individual™ in vrder to include within the scope of the handbook
the large var.cty of proficiencies in two languages manifested by minority ehildren
The term “minority-language children™ refers to children whose first language or home
language (L1) is different from the language of the wider community and its sehools
(L2). Thus, francophone children outside Quebec in either French or English sehools
are mecluded in this definition, but children from, for example, Ukrainian eultural
backgrounds who are exposed only to English at home would not be included evén if
they werc attending a Ukrainian-English bilingual program. This definition of “wmin
ority-language children™ must be interpreted fairly loosely since children may be ex
posed to varying amounts of both languages in the home and in some case< may be
more proficient in L2 than in L1 on entry to school.

However, de. e its louseness, this definition serves to delincate the general seope
of the handbuouk and alsu its potential audience. The primary audiences envisaged are
educational personnel (heritage-language teachers, ESL teachers, “regular™ teachers,
teachers-in-training, psychologists, administrators, and policy makers) directly con-
cerned with the cducation of first- and second-generation minority language students,
although the handbouk is alsu obviously relevant to parents and «thnic community
leaders coneerned with preserving heritage languages.

Some third-generation students may come within the definition of “minority
language children™ employed carlier, however, these are exceptions to the rule and are
thus not a primary concern Sf the handbook. Nevertheless, many of the principles of
bilinguahsm and bilingual education considered in the handbook nay be relevant to
educators involved m bilinguai or other heritage language programs for these children
Thus, I would encourage readers to take an cclectic approach to the content of the
handbock, choosing what is relevant to their own individual situations and being

ERIC g
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BILINGUALISM AND MINORITY-LANGUAGE CHILDREN

tulerant of what 15 more rddevant to otlier ty pes of bilingual learning situations.

Although the Canadian conteat provides the primary focus for the handbook, the
wssttes distttssed are also rolevant to the wlucation of minority studunts in many other
countries. In urder to place the Canadian ssues into a broader international conteat, 1
have draw o on restarch conducted vatside Canada where this illustrates principles of
hilingual education foe which Canadian research is lacking.

Finally, I would hike to thank all thuse who provided fecdback and crwvaragement
ot au carlice version of this handbook, specifically, Rome Chumak, Miriam di Giuseppe,
Geourg Duravets, Marcela Duran, Normand Frenette, Daina Green, Ster ¢ Krashen, Jean
Handscorabe, Sharun Laphin, Dorotliy Legaretta, and Merrill Swain. | would also like
gratefully to achnowlidge the artistic work of John Laoruk, whose illustrativis serve tu
strnaltancowsly lighte nthe teat and highlight its niessage. The suggestions of two anony-
mons external reviewers were also very useful.

Jim Cummins
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1
Issues

Dunng the past fifteen years in Canada, as in many of the other western industrialized
countries, there ias been a dramatic increase in the number of students whose home
language (L1) 15 other than that of the schoul (L2). More than 50 percent of the school
population mseveral Metro Turonto schoul systems do not have English as an L1, while
m the Vancouver schuul system the figure (at the elementary level) is around 10 percent
Thus raptd merease m the number of minority language students has given riv to con-
stderable debate about how Canadian s hool systems should respond tu the cultural and
Imgustic dversity of ther students. ,Attempts to improve the teaching of English as-a
second-language (ESL) ur French-as-a second-language (FSL) in Quebee, and to increase
the sensitivity of school personnel tu children’s cultural background have beenrelatively
uncontroverstal. However, issues related to the teaching of languages other than Fuglish
and French within the public schuol system have been eatremely contentious.

This debate has taken place at several levels. At a social/political level, diseussion
has centred on the role of the schou! in maintaining ethinic languages and cultures On
the une hand, a major concern identified in the public response to the Draft Report
of the Work Group un Multiculturalisin (1973) in the Turonto Buard of Education was
that: “The sehoul system’s new respunsiveness to ‘ethnic demands® in the area of
language and cufture will create ghettos. People must assimilate to the ‘Canadian way
of hfe.”! Thuse m favor of an expansion of teaching ethnic languages, on the other
lrand, argued that a pulicy of multiculturalisns whicli divorees culture from language i
mercly a sham. .

The admnmustrative and financial difficultics o providing instruction in a large variety
of languages have alsu been frequently advanced as an argument against any change in
the hngurstie status quo. By contrast, advocates of teaching ethnic languages in the
elementary schuol have argued that these difficulties are by no means insurmountable
given a willingness on the part of puliticians and educators to regard cthnic language
developnent as a societal and educational priority.

The third level concerns the psy chological and educational ramifications of minority
students” bilingualistn and biculturalizm, Among the coneerns identified in the response

Q 1
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BILINGUALISM AND MINORITY-LANGUAGE CHILDREN

to the lorouto Board Draft Report was the danger that. “Language maintenance or
development programs in the schools, othier than Frendh or English, will retarid the
l%ngllah languag, . devdopment of cthnic minority children, and they will impede
English language descdopment of the cthnic minority community themsehes,™ By
contrast, 1t has been arguad by others that incorporating minority students” L1 into
the sthool carnuadum will Lidp studeouts acliicve ¢ comfortable adjustinent to both the
home and schoul cultures & well as promote an cduacationally beneficial form of
bilingunalism.

s handbouk 15 addressed to these poy chveducational issucs. In the past decade
copstderable tustarch s buen carricd vut on bilingualisin in minority studeits and on
its, redationslup to the devdopnient Of academic shills. The following spedific issues
have been rescarched and will be considered in the present handbook.

1. How do minority language students perfornn acadeically in Fnglish-only

programs?

2. How do unnonty danguage students adjust to the often conflicting demands of
home and sehool eultures?

3. Dues the teaching of minority students” L1 in the elementary school interfere
with the learning of English and other academic skills?

4. What cffeets does bilingualism have on childeen’s cognitive and acadomic develop
ment?

3. Do bilingudl childeen have an advantage in learning additional language:?

. What are the effects of ugsgb b in the home on the learning of English and other

academie skilts?

Rescarc mformation on these iSues has not buen reflected up to now in public de
bates on the teaching of heritage languages and has had little impact on the training of
schiool personnel conccrned with minority students (for example, ESL teachers, psy-
iologists, and so on). Consequently | it is not surprising that the attitudes of school
personnel and policy -mahers have been based largely on “common scna * assumptions
rather than cmpineal evidence. In the apparent absenee of any evidenee to the con
trary, tt did not seerm unreasonable to assurne that if minority studonts had deficiencies
m English, then they needed instruction in English, notin thair L1 Currently , many
teachers percenve the promotion of heritage languages in the schivol as undermining
therr «fforts to teack uldren English. Because they feel that the Ieaming of English
will be facditated of duldren are gradually weaned away from their L, these teachers
tend 1o encourage parents to use English as mucl as pussible in the home. Parents of
minonty duldren will often aceept this adviee aud try to ase English in communicating
with ther dnldren becanse they fear that the use of L1 may confuse children and re-
duce their chanees of academie success,

These assumptions about the inhibiting cffects of minority students” L1 on the
fearmng of Lnghol cmerged dearly in the public debate following the Toronto Board’s
Draft Report on Multicaltaralism. For example, ¢ repurt headlined “Too mudh stress
on ethmie studies uty teachers say™ in the Toronto Star (Octoler 19, 1976) sum-
marized the opposition of school pursonnd to the teaching of heritage languages as

follows:

Many ot the Turonto Buard of Eduwtion’s pnncipals, teachers and supenntendents are

ERIC* 1
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opposed to the buard’s policy of helping ethnie groups mamntain their own language and

culture 1n the schools, a survey has found. . .. [M]any among the school staff are confused

about the policy, feel 1t will lead to the creation of ghettos and that the schools are already
over-burdencd.
“*Canada should come first and the other nationality sevond, otherwise they should not

Kave coine here,” said a school principal.

Another pnnaipal smd the majonity of teachers ace opposed to the policy because “if
you let them (students) use their own language, they will never learn English.”

Sume parents in the ethnic cemmunitics themselves have shared these concerns
about the teaching of hentage languages. Realizing that proficicndy in English is a pre
requisite tu avademic suciess, parents have been concerned that any time taken away

- from Enghsh will interfere with their children’s academic progress. \ report in the
—  Toronto Star (October 3, 1975) headlined “Immigrant parents ash city to push English
in the schools™ guoted an cthnic parent as saying that

Immgrants want ther children forced to speak English at school, not given special programs

n their own language . . . if native languages are used at school, 1t only makes it harder for

children to {earn English.

These views vbviously do not represent thuse of the majority of cthuic parents who
haye strongly supported the teaching of heritage languages in the public school. How
ever, they do illustrate the fear among sume parents that the use of L1, cither in home
or school, will have an adverse effect on the learing of English,

The prevalence of these sssumptions among teachers and the general public raises
the questions first, of ther validity, and sceond, of their effects on the treatment of
munonty language students in sthouls, On the basis of the rescarch vutlined in Chapter
3 st will be argued that these “common sensc ™ assumptions are based on misconecptions

about the nature of bilingualism which, in the past, have contribute d dircetly to the
acalemic and cultural adjustment difficultics of minority stulents.

A conerete example will iflustrate the ways in which *conumon sense™ assumptions
about minunty students’ bilingualism and home cxperience in L1 find cxpression with
in the schoul systum to the potential detriment of students’ cducational development
This example is takhen from a recent study in which the teacher referral forms and
psy cholugieal assesstucnts of vver four hundred New Canadian stilents were analyse 3

The Case of Maria. Marta (not uld's roal name) was referrel for psy chological assess-
ment by her first-grade tacher who noted that she has difficulty in all aspects of learn
g, Maria was given both speceh and hearing and psychological asscssments. The
foriner assesstent found that all structurce and functions pertaining to speech were
within normal honts and heanng was also sormal. The fimlings were summarized e
follows. “Marta comes from an lahan home where Htalian is spohen mainly . However,
language skills appearel to be within normal limits for English.™

The psychologist’s cunclusions, however, were very different. On thy Wechsler Pre
school and Primary Scdle of Intelligence (WPPST), Maria obtained a Verbal 1Q of 89
23rd percentile; and o Performance (nonverbal) £Q of 99 (£7th percentile). The Full
Seale 1 was 93 (32nd percentile). The report to Maria’s teacher read as follows

Mana tended to be very slow ts respund to questions, particulacly if she were unsure of the

answers. Her spohen English was a bttle hard to understand, which is probably due to poor

Englsh models at home (speech s within normal limits), Italian is spoken alinost exclusively

at home, and this will be further comphicated {emphases added | by dhe coming arrival of an
. aunt and grandmother from Italy.

-
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BILINGUALISM AND MINORITY-LANGUAGE CHILDREN

There 13 hittle doubt that Mana is a child of low average ability whose school progress 1s
mpeded by lack of practiee in English. Encourage Maria’s oral participation as mueh as
possible, and try to mvolve Maria in extra-curricular activities where she will be with her
English-speaking peers.

In this example, the psychologist has no hesitation (“There is little doubt”) in de-
ciding that Maria i a child of low average ability on the basis of a test whose validity
for a child from a non-English background is highly questioaable, nor in attributing
Mauia’s academic problems to the use of Italian in the home. The implicit message to
the teacher is dear. Maria’s communication in Italian with parents and relatives detracts
from her sehiool performance, and the aim of the school program should be to expose
Maria tu as much English as possible in order to compensate for these deficient linguis-
tic and cultural background expericnees. )

Although this onentatior: towards minority children’s bilingualism is not typical of

. the psychological assessments analysed in this study, it is by no means an isolated in-
stanee. Comments sueh as the following reveal the same orientation:

Basically Mario (not child’s real name) has some very significant language problems. The
famdy speahs Italian at home, and 15 not especially capable of supporting Mano at home
with reading and conversation.

1talian is still spoken at homne but they are trying to use inore English.

since ltahan 1 the primary language spoken 1n the home, it was felt that the Jlight language
delay was due to alack of stimulation in the home environment.

The unplicit attitude expressed in these comments is that reading and conversation
can qualify as “stimulation” only if they oceur in English.

The point [ wish to make is that assumptions about the use of minority students’
L1 1 school and home whicls have been commonly expressed in the policy debates on
multieultural programs are by no mneans innvcuous, on the contrary, they emerge in
the conerete everyday decisions made by classtoom teachers, psy chologists, and ad-
mustrators. Before considering the rescarch related to these assumptions, the issues
will be considered from a lustoneal perspective and placed within the context of recent
developments i the education of minority students, both in Canada and internationally.

ERIC* -
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Context

£

Historical Perspective

_The prevailing attitude towards ethnic diversity in Canada’in the first half of this cen-
tury has been termed “Anglo-conformity.” It was assumed that all ethnic groups should
give up their own languages and cultures and become assimilated into he dom: ant
British culture. Harney and Troper in their book Immigrants quote a speaker at the
1913 Pre-Assembly Congress of the Presbyterian Church in Toronto:

The problem is simply this. take all the different nationalities, German, French, [talian,
Russian and all the others that arc sending their surplus into Canada; mix them with the
Anglo-Saxon stock and produce a uniform race wherein the Anglo-Saxon peculiarities shall
prevail.

IT'S OURS/
BEAT [T/
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Education was naturally regarded as a major means of Canadianizing “foreign”
students. AsHarney and Troper point vut, Canadianization was not a hidden curriculumn
but permeated every facet of the sthool’s program. Any traces of foreign values were
cradivated inthe process of impressing onstudents the Canadian values of “punctuality,
regulanty , vbediency, industry, ceanlines, decency of appearance and behaviour, re-
gard for the rights of vthers and respeet for law and order.™ Harney and Troper pro-
vide an example which vividly illustrates the subtle ways in which a gulf can be created
between a child and hisfher family:

The teacher was also charged with systematically instructing these foreign students in the
ways of the New World, a process which often dismissed the Old World ways as backward,
asun-Canadian. ... Ead

Even personal hygienc programs could undermine the house. Every morning, for instance,
the teacher systemattcally went up and down the classroom inspecting each student’s hands
and fingernails for that last trace of dirt which defied the morning wash. A villainous bit of
grime would temporanly banish a student to the schoel sink amid disapproving looks from
teacher and schoolmates. As the teacher makes her inspection rounds the daughter of a
Macedontan wurkman remembers looking at her father’s hands during dinner  hands that
prodded cattle from a stuckyard to abattoir before cleaning out stock pens. There seems no
allowance can be made. Saintliness 15 measured by the cleanliness of fingernails. A €ather is
condemned.3

THIS JUST WON'T
‘DO, POPPA/

Gwen the strong cmphasis on Anglo-conformity in the schools, it is not surprising
that bdingualisim came to be regarded as a negative foree in children’s development.
Many North American educators saw bilingualism almost as a disease which not only
mnterfered with the Canadianization or Americanization proeess, but also caused con-
fusica tn children’s thinking. Therefore, they felt that a precondition for teaching
children Eaglish was the cradication of their bilingualism. Thus, children were often
punished for speaking their L1 in schoul and were made to feel ashamed of their own
language and cnltural background. It is not surprising that re « arch studies conducted
during this period often found that bilingual children did poorly at school and many

&




CONTEXT

experienced emotional contlicts. Sume researdhers even went su far as to claim that
bilingualism led to schizophrenic tendencies and that bilinguals were morally untrust
worthy '% Results such as these are attributable buth to pour research desigus in many
of the carly studies as well as to the fact that children were made to feel that it was
necessary to reject the home culture in order to belong to the majority culture, and
often ended up unable to identify with eiiher eultural group.

BUREAU OF DO YOU HAVE A PRISON

NATURALIZATION RECORD? ARE YOU A
|,

.y MEMBER OF THE

\
Y/ COMMUNIST
\

ZES

PARTY ? DO You

SUFFER FROM

BILINGUALISM OR
ZIL__ANY OTHER COM-

 MUNICATIVE
g DISEASE?

As oatlined in Table 1, any emotional conflicts or difficulties in learning English
which 1. .ority students experienced under these “sink or swim™ conditions were
usually attributel to sume deficiency within the child. Various “scientific” explana
tions were suggested as to why minority children tended to perform poorly at school,
for example, confusion in thinking due to bilingualism, culwiral doptivation, and even
genetic inferiority. Rescarch showing that bilingual children performed lower on verbal
1Q tests than monolingual children wap interpreted by many rescarchers and educators
to mean that there is only su much space ur capacity available in our brains for lan
guage, therefore, if we divide that space between two languages, neither language will
develop properly and intellectual confusion will result.

[n summary, the strong vppusition tu the use of ethnic languages in public elemen
tary schouls that has emerged in recent debates on multicalturalism is 4 manifestation
of a long tradition of Anglo-conformity in Canadian cducation. Psychoeducational
ar‘gumcnts that bilingualism and/vr L1 maintenance will impede the learning of Englich,
although genuinely belicved by many educators, have seized on minority students’
own language and culture as a convenient scapegoat, while at the same time absolving
the sthool from any responsibility in the educational failure of many of these students.

Recent research evidence (considered in Chapter 3) undermines the validity of these
long-held pusitions, and social and educational ‘attitudca botlr in Canada and inter
nationally also show evidence of a changc in orientation.
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Table 1/Blaming the Victim in Minority-Language Education®

A. Overt Aim

Teach English to minority
children in order to create a
karmonious society with
-equal opportunity for all

Covert Aim

Anglicize minority children

because linguistic and cultural

diversity are scen as a threat to
. social ecohesion

D. Outeomes

The failure of these efforts
only serves to reinforce the
my th of minority group
deficiencies

Even more intense efforts
by ‘the school to eradicate
the deficiencies inherent in
minority children

B. Method

Prohibit use of L1 in schools
and make children reject their
own culture and language in

English group

|
'
Justification
1. L1 should be cradicated be-
cause it will interfere with
the learning of English;

order to identify with majurity 2, Identification with L1 cul-

ture will reduce child’s
ability to identify with
[nglish-speaking eulture

. Shame in L1 language and 1.

. Replacement of L1 by L2

. School failure amonyg many 2.

[ .

Results “Scientific” Explanation
Bilingualisin ¢ ause: confusion
in thinking, cinotional insccu-
rity and school failure
Minority group children are
“culturally deprived” (alinost
by definition since they are
not Anglos)

3. Some minority-language groups

are genetically inferior (common

- theory in the U.S. in 1920s
and 1930s). )

culture

o

children

*T° T3 reflects the assumptions of North American school systems in the first half of this century. However, similar assumptions
hal- MC 1ade about minority-language children in the school systems of many other countries.

Aruitoxt provided by Eic:

NAUATIHD ZOVAONVT-ALIHONIN ANV WSITVNONITIE




CONTEXT

Recent Canadian Developments

In 1971 the federal government adopted the policy of “multiculturalism within a
bilingual framcework.™ Under this poliey there are two official languages in Canada
English and French  but all ethnic groups are encouraged to enrich Canadian suciety
by continuing to develop their unique cultures.

The multiculturalisin policy is based un the cecommendations of Book IV of the
Report of the Royal Conunissivn on Bilingualism and Biculturalism (B & B Report)
and represents a major shift in federal policy regarding ethme diversity . In contrast to
“Anglo-conformity,” no one culwre is “official™ or dowinant, instead, all cultural
groups are seen as contributing to building the Canadian identity.

The benefits of linguistic diversity to Canadian society were also emphasized in
Buok IV of the B & B Repurt. The Report recommended that “the teaching of lan-
guages other than Eughsh and French, and cultural subjects related to them, be incor-
porated as options in the public elemientary school programme, where there is sufficient
demand for such dasses’ (8378, p. 111). However, the Report also puinted ont the
practical difficultics which could arise in providing instruction in heritage languages at
the elementary level, and cautivned that these languages should not be ‘taught at the
expense of the sccond official language, that is, English or French. ‘

Since-education is within the jurisdiction of the provinces, the provindal education
at authontics must decide what constitutes “sufficient demand” for heritage language
struction in the public schoul system. In reeent ygars, programs of heritage language
instruction have been instituted in the public cementary school systems of several
provinces, The principal aims of thest programs are to promote th continued vitality
of cthnic cultures and to enrich children’s educational experience. '

In 1971, Alberta became the first province to legalize languages other than English
or French as mediums of indtruction in the public school system. Currently, bilingual
programs involving Ukrainian, German, and Hebrew respectively exist in several ele-
mentary schools in Edmonton. In these progams the heritage language is used as the
languege of instzaction for 50 pereent of the school day throughout the elementary
schoul. In 19"9;80 & towdl of 1271 students were enrolled in these lltl'ltd"t. Idll"lldbl
programs, the Ukrainian program being the largest with dose to 800 atudunta enrolled
between kindergarten and grade 6 in seven Edmonton schools

ln 1979, .\lamtubd paaan.d cnabling legislation permitting the use of non-official
languages as languages of instruction for up to 50 percent of the school day, In 1980/
81, 320 students were cyrolled in the English-Ukrainian bilingual program, Saskatche
wan has similar enabling lgislation, angl an English-Uk.ainian bilingual program has
also been recently instituted.

In Ontanio, it is still not legal to use languages other than English and French as
mediums of indtruction in the public schoul systum cxeept vn a temporary basis to
help children acquire Engiish shills. However, in 1977, the Outario Ministry of Educa
tion instituted the Hontage Languages Program under which fundinu is provided to
school buards for the teadhing of licritage l.mguagt.a for up to 2" hours per week out
side of the regular 5-hour school day. In 1979-80, there were 76 017 students repre-
senting forty four language groups cnrolled in the Heritage Languages Program.

In Quebe, English can be legally used as the language of instruction in the public
schuol system only for children whose parents are English speaking and who had thein
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selves been educated i English schools in Quebec. French is the legal language of in-
struction for all others. However, in 1978, the programine de Denscignement des
langues d’origine (PELO) was atarh.d by the Quebec provincial government. PELO in-
volves teaching Italian, Portuguese, Greek, and Spanish to children of these baek-
grounds for thirty minutes per day during regular school hours. Approximately six
hundred students are currently enrolled under this program.

It 15 Jear that both the numbers of students receiving heritage-language instruction
w the public elementary sthool and the types of programs vary widely across prov-
mees. By contrast, there is relative uniformity of programs for minority fmncOpllonc
m all Canadian provinees. These programs usually vary from between 50 and 80 per-
cent of the day through French frum Kindergarten through grade 12. For Native
peoples, there has been a revival in teaching heritage languages across Canada and
some bilingnal programs have been started, however, none of these has been systemati-

“udlly evaluated. In addition to these programs operating within the public schoo’

systum, there are many hentage-language casses vperated by the linguistic communities
themselves on Saturday mornings or after school hours.

There are two principal rativnales for these Canadian programs' first, cultural
maintenance, and second, educationd curichment. For the most part, those en-
rolled m the bilingual programs in Western Canada ar. third-generation students who

.are not fluent in the heritage language on entry to the program. Thus, the principal

anns of the programs are to revive the language and help students appreciate their
cultural hentage. As i French immersion programs, however, pareuts view the acquisi-
tion of a4 sceond language as an educationally enriching experience, provided, of eourse,
this can be achieved at no cost to students’ English lavguage skills.

The same rativnales apply to the Ontario and Quebec programs, although there is a
mucht greater proportion of first- and second generation students in these progmlﬁs
than in ther western Canadian counterparts. The Ontariv and Quebec programs also
invoulve what can be termed a “survival™ rativnale, that is, one of the aims of’incor-
purating L1 mto the school curriculum is to help minority students to “survive™ edu-
cationally . 1t 1s argued that teaching heritage languages in the public sthool will help
students vvercome vnotiondl and academic adjustment difficultios by improving their
self-coneept and developing some coneepts through 1L 1.

Cleary, wiltural maintenanee, cducational entichment, and survival rationales over-
lap tv a ccrtai?\ extent. However, in contrast to Canadian programs, “survival™ is the
prunary rationale invohad i the United States and Europe for incorporating inority
students” L1 into the school curriculun,

International Developments

[nn both the Lnited States and Lurope, recent initiauves in cducating minority language
stadents have arisen in response tu the incredsing numbers of such students and re
peated documentation of their failure under “sink or swim” conditions.

Europe. In Europe, a5 a result of the economic cxpansion of the 1960s, it is cstimated
that there are two million children of migrant workers attending schools in the Furo-
pean Economic Contmanity (EEC).® More than 50 percent of these (100 000 cach
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CONTEXT

year) fail to obtain any job qualification at the end of compulsory schooling. The

growth in the immigrant student population is such that, if present trends continue, by
the year 2000, one third of the Eurvpean sthool population will be of immigrant
background.

The seriousness with which these trends ar viewed can be seon in the following
comment from an official EEC docurnent:

Unless the Member States take immediate action on a scale commensurate with the num-
ber of immgrants, their educational systems will continue to filter out sccond-generation
migrants nto a sub-proletaniat whose resentment will rapidly create an explosive sittation.6

* Some social suientists have charged that the low levels of L1 and L2 literacy achieved

by many minority students is not entively dysfunctional for the host countries in that

it ensures a continuous supply of cheap labor. This interpretation is expressed by a

Finnish researcher, Tove Shutnabb-Kangas, in a paper whose title reads as fullows.

“Semilingualism and the education of migrant children as a means of reproducing the

caste of wsemblyline workers.™ She recommends strong promotion of minority

students” L1 in the school system as a means of overcoming “semilingualisin®™ and

achieving high levels of literacy in both languages. |
The teaching of L1 is alsu regarded by the FEC as an important means of promoting

educational survival for immigrant students:
Nu one now disputes that the successful integration of imnngrants into the host countries’
schools requires speuial education measures. The great innovation of recent years is that the

mother tongue 1s now .egarded as a sigmificant component of the cluld’s personality, which
1s crucial to hus psychological wellbemng and factlitates integration 1sito a uew enviconment.®

This statement reflects o significant change in educational policy within the EEEC. In
© I J
1977 the EEC issued a directive on the education of the children of migrant worhkers
(=4

whith required member states by 1981 tu “take appropriate medsurcs to promotg, in
cu-ordination with normal cducation, teaching of the mother tongue and culture of
the country of origin. . . 9

Similar thanges in educational policy have vecarred in Sweden, which is not a mem
ber of the EEC. In 1977, it became obligatory for municipalities to offer L1 instrue

(=]
tion when requested by minority groups. In 1977/78, 1 percent of immigrant stu
dents received L1 instruction, while 16 percent reccived subject matter instruction
» I d]

through the medium of L1.

The United States. In the United States, bilingual education for minority language
children has cxpandad rapidly during the past decade, although there s otill consider
able wntroversy about its goals and methods. This cxpansion followed o landmark
decision (Lau vs. Nichols, 197 1) in which the Supreme Court upheld the contention
of a Chinese family that their chiild was denicd aceess to ajual cducational vpportunity
because he was not sufficicntly proficient in English to profit from instruction in that
language. Bilngual cducation, in whicl students are given instruction partially through
L1 until they lave attained suffic. nt proficieney in Englich to benefit from English
instruction, was the prnupal runedy recommended by the Office of Civil Rights in
response to the Supreme Court detision. Schoul districts found to be vut of compli
ance with he “Lau guidelines™ can be denied aceess to federal education funds.

This far reaching decision has come at a time when the number of minority language
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students is increasing while general school cnrolment continues to decline For ex-
ample, minority language students comprise approximately 6 percent (3.6 miillion) of
the entire sehool-age popuiation of the United States, and 69 pereent of these are of
Hispame bachgrourd. In Los Augeles, it is estimated that the Hispanic population will
comprise over 50 percent of the sehool-age population by 1985.

Mmonty-language students, especially Hispanic and Native groups, lave been char-
acterized by high drop-out rates and poor academic achievement. There are approxi-
mately twice as many Mexican-American students in classes for the educabic mentally
retarded a5 would be expected on the basis of proportion in the school population,
and Hispanics have been found tu perforn consistently ten to fifteen percentage
puints below the nativnal average in academic_achievement.'® By the end of grade 6,
Native students in English-ouly programs have been found to be about two years be-
low national norms in English reading.

.\lth{)ugh many individudl bilingual programs have lad cunsiderable suceess in im-
proving minority students” academic performance, there has not been any demonstra-
tion that bilugual education is reducing inequality of educational vpportunity on the
large scale that was uriginally envisaged. This is due, in part at least, to the problems
schoul districts have cncountered in implementing bilingual programs Lack of quali
fied teachers and suitable waterials, as well as widespread confasion about the goals
and methods of bilingual cducation, have resulted in considerable variation in the
quality of bilingual programs.

Thus, policy-makers and the general public remain seeptical about the merits of
bihngual education. The issues in the current U.S. debate parallel those in the Canadian
conteat. It 15 frequently argued that bilingual cducation will promote fragmentation
of sodety and Quebee-style separatism and, at a psychoedueational level, that if
muonty students are deficient in Lunglish, then they neud instruction in English, not
in their L1,

In summary, the shift towards .nore widespread teaching of minority students’ L1
m the public schoul system 1s motivated primarily by cultural development aud edu-
cational ennchment rativnales in Canada and by an cducational sunvival rationale in
Europe and the Unted States. However, at both a sociopolitical and psy chocdueation-
al level, the issues in the public debates have been similar in their contexts, and, in
general, research has played ¢ minimal role in these debates, However, considerable
rescarchs relevant to the psy diveducational issucs has ben carricd out during the past
five years. This rescarch is outlined in Chapter 3.
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Patterns of Bilingualism and Cultural Identity among Minority Children

In order ‘to undemtand rescarch findings regarding the academic achievement of mi
nority coldren, it s neeessary fisst to consider the patterns of bilingualisin and cultural
identity typically developed by minority children.

Bilingualism ’

Among minority children in Canada there is typically a strong tendency to replace L1
with English, This is largely because children are wonstantly bombarded by stimuiation
in English - on TV, on the street, with their friends. This pattern can be seen clearly
in the following account from a recent book published in Turoniv called Come With
Us in which children’s perecptions of Canadian socicty were explored.

My Family is FronTMacedonia

I'm Macedoman. It’s different from English. At school | talk English, except in French ciass
i the afternoon. At home my mom asks me 2 gliestion in Macedonian and [ answer in
English. My mom and my grandmother talk in Maéedonian. That means if [ get interested in
what they are saying, I have to talk and listen in Macedonian. When me and my brother talk
and my mother wants to know what we are talking about, we explain it in Macedonian.

As far as language 15 concerned, ['m pretty good at speaking Macedonian for a kid that
talks English the whole day.!

The pattern illustrated in this excerpt 15 perhaps the most couunon one among Ne w
Canadian students, they maintain basic comprehension skills in L1, but gradually lo~e
their ability to speak L L. It oft<n happens that children start school fully competent in
speaking and understanding their L1, bnt within a short time brothers and sisters start
speaking English together, and then they become unwilling to speak L1 at home. For
some children there is an almost complete shift of laaguage during the school years,
they start school unilingual in their L1 and leave school virtually unilingual in Englisl.
Other children maintain basic speaking and listening skills in L1, but they do not
develop L1 literacy skills and may not feel comfortable discussing complex ideas in
L1. In speaking LI they may frequently switch to English and use English words and
expressions.
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Finally, there are children who manage to develop high levels of speaking, listening,
reading, and writing skills in both langnages. However, full bilingualism does not devel
op automatically and will usually only be possible when parents tahe special steps to
encourage children to develop L1 proficiency (see Chapter 5).

Cultural Identity

The patterns of bilingualism which minority children develo). are very closely tied to
their attitudes towards their two languages and also towards the two cultural groups
that speak thesc languages. Refusal to speak L1 is usnally part of a rejection of all
family values which make children feel “different” from their classmates. Children of
all ages, but especially at adolescence, have a strong need to belong  to fit in with the
gronp. If they feel their family language and culture are not accepted by classmates,
teachers, and others in the wider society with whom they have contact, they will often
feel ashamed and try to hide the fact that their background is “different ™ This is why
¢hildren are sumetimes embarrassed when their parents speak L 1 outside the home.

All adoleseents ge throngh a process of choosing an identity  deciding what their
values and beliefs are and what sort of person they want to become. For minority-
language students this task of thoosing who to be is complicated by the fact that they
have grown ap intwo cultural milicux  that of the home and that of the wider society
— whose values are often very different.

Wallaee Lambert of McGill University in Montreal, one of the world’s leading
authoritizs on bilingualism, has distinguished four pussible ways in which minority
students can work vut conflicts between the language and culture (L & C) of the home
and taose of the school:

(1) Rejection of home L & C, identification with Canadian L & C

(2) Rejeetion of Canadian L & C, identification with home I, & C

(3) Inability to identify comfortably with either home or Canadian L & C

(4) Identification with both home and Canadian I & C
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The first alternative 1 probably the most common way in which minority students
try tu cope with conflicts between the language and culture of the home and those of
the wider society. Students fed unbarrassed by their own bachgronnd and try to speed
up their assunilation into Canadian life. This pattezn has both pusitive and negative
consequences. On the pusitive side, the urge to identify with the majority group will
usually lead to rapid acqusizion of Cuglish skills, huwever, this is often achicved at the
cost of familial harmony, s the rejection both of family values and the L1 can
cause much confliet betw cen parents and children. Resolving this conflict is nade more
difficult by the fact that children and parents may no longer have 2 common language
with which to discuss the problem. Children's competence in L1 may not have devel
oped much since starting English-only school at age six. While it may be adequate for
communreation on conerete wveryday matters, children may not have the vocabulary
in their L1 for discussing their complex feclings and personal probloms, Parents, how
ever, may not feel cumfostable discussing these questions in English.

The second way in which students cope with cultural conflicts is through proudly
holdimg on to the traditional values of their home culture and rejecting the values of
the wider suciety. Assimilation intu the wider sucicty will be resisted, and individuals
will tend to associate mainly with members of their own cthuic group.

The third patiern leaves the student caught between two cultural groups and un
able to identify comfortably with cither. The values of the home culturc arc often dis
credited, but the student s unable (ur not permitted) to becomie integrated into the
wider society.

Students who conform to the fourth paticmn retain pride in thair home cultnre as
well as in Canadian culture 45 a whole and feel able to identify with hoth. 1deally,
students will be able to see the strongths and weaknesses of beth cnltures and use the
strengths of both a5 a foundation for ciousing their vwn valucs and identitics. From
the point of view of language learning, these students arc likey to he motivated to
develop fully their proficiency in both English aud their L1.

T
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BILINGUALISM AND MINORITY-LANGUAGE CHILDREN

In the process of resolving cultural conflicts and chousing an identity, ininority
students may go through stages involving more than one of these patterns. For ex
ample, students may mitially reject the home language and culture in their offorts to
fit in with the dominant cultural group. Later, however, they may realize that it is
pussible tv bddong to both caltaral groups and that beconnng fully Canadian does not
necessarily entail rejection of ene’s owa cultural group. Ou the aegative side, many
individaals who ¢ad up conforming to the third pattern of faiture to wlentify with
cither group may iutially have. tricd to gain aceeptance by the majonity group through
rejecting the home langnage and wilture. However, if they are not aceepted by the
majority group, despite their efforts to assimilate, they have nowhere left to go.

It has frequently buen amphasized-that the foarth pattemn of wjnstment inyvolving
hannonious identification with the cultares of both the home and the wider sodicty is
the one which will benefit socicty and the individual the most. Wallace Lambert, for
example, argues that minority-langnage groups

should be encouraged from as many g‘urccs as possible to mamntam their dual hentage . . .
they are North America’s nchest human resource . . . [ don’t think they will be able to be
fully North Amencan unless they :m: @ven every pu\sxbdn) of bemg fully French, Portn
gucese, Spanish, or whatever as well.3

Maria Vera Corsim, writing about Italian minority language children, also points
» v (-] (<] o] ’
out that these childeen will develop fully valy when they aceept and hocone proud of
their home language and culture:

The rejection of ther past, of thewr routs, of an embarrzssing bachground, deprives them of
the necessary foundation on which to mahe chorees, and thus mahes them msccure and snx
1ous. They will grow as punons unly when they go back to thar ruots without shame, and
accept them ?

The past msensitivity of cdacators to these ientity conflicts has contributed substanti
ally to minority stadents” adjustinent problems and academic difficultics.

7750 T ASKED THE KID )
IF HE FELT ALIENATED
FROM HIS FAMILIAL
GROUP AS A RESULT
OF THE RADICAL
CHANGE IN HIS
ENVIRONMENT AND HE
JUST STARED AT ME /
OBVIOUSLY BELOW
NORMAL
INTELLIGENCE/




RESEARCH FINDINGS

In sumnmary, becanse the desite to identify with the majority culture is exteer 1y

unportant m lcarning L2, minonty students who conform to patterns 2 or 3 (p.ze

14) will tend to have difficulty learning L2 and will perform poorly in school. They
will also not be very comfortable living, in a socicty whose values they reject Students
who attempt to assumilate into the majority cnltuee by rejecting the home language
and cultute (pattern 1) are likcly to learn English without difficulty and may also per
form well m wchool, However, as puinted vut above, in terms of personal development,
the cost to the individual may be large. Students who identify w'th the majority cul-
ture, but mamtain their ties with the home culture (pattern 1), will likewise tend to
have httle difficulty learming English and performing well in school However, in con
trast to students who rgect the home language and culture, these students will have
mamtamed their L profiaency and are abso likely to have greater potential for person
al development and for contributing to Canadian socicty.

Tlus analysis gives Us a basis for understanding rescarch resnlts regarding both the
educationdl porformance of minority language children ar ' the (ffects of bilingualisin
on Juldren’s educational and mtellectual progress. Thest results suggest that school
programs wlndh try to promote adjustment pattern 1 are not necessarily disastrons for
muinonty students whuse parents are pushing thon towards the majority tanguage and
culture and towands high educationas achievgment. However, for other minority stu
dents, these programs may result in adjustinent patterns 2 or 3, with consequent low
levels of hngustic and academic acdacvement. Programs which aim tu promote adjust
ment pattern 4 have sigmficant advantages for all minority studcnts and crueial ones
for students who would otherwise conform to patterns 2 or 3.

Minority-Language Students’ Performance in Schoul :

There 15 constderable vanation i the academic performance of different groups <
mmontylanguage ehildren. Ao mentiond previously, rosearch has documented the
extremely pour aduevement of Hispanic aml Native students in the United States
and of nmmgeant students i Europe. This pattern of poor school performance in
L2-only school prugrams has been found both among second and finst generation
mnonty students. Tn fat, sume studies report that minority stud nts born in the
host country have worse academic prospects than immigrant students who have had
several years of schooling in the country of origin.?

As van be seen m Table 2. a different pattern of achicvement seems to emerge for
most nunonty groups e the Canadian context.’ Mivority studaits born in Canada
are uverrepresentud m the high acadendc stream compared with students whose 1.1 is
Enghsh, whereas nunonty studuits born vutside Canada are slightly underrepresented
in con panson to English-L1 students. The cxeeption to this pattern is the Franco-
Untanan group, which 15 very much underrepresented in the high academic stream

An interesting aspect of the data presented in Table 2 is that SES (as assessed by
parental vecupation) apprars wonsiderably more significant for the academic achieve-
ment of Canadianborn students from English and Freneh language backgrounds than
it does for Canadun-born studunts from other language backgrounds 1t appears likely
that 1mmgrant parents, regardless of SIS, tend strongly to encourage their children
to perform well academically.
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Table 2/Class Placement of Secondary School Students in the Toronto Board of Educa-
tion, 1969 and 1975
Every Student Survey According to Mother Tongue and Place of Birth

Percentage in 5-Year  Percentoge in Level
Program (high aca- 5 (high academic),
Mother Tongue demic), 1969 Survey 1975 Survey

SES 2% SES Total ~ SES2 SES Total

1. Born in Canada

Non-English (inel. Freneh) 66 71 62 68

Englic}s 41 57 40 61

French . 27 38 31 52
2, Born outside Canada .

Non-English 44 51 48 56

English 44 57 51 . 64

* SES 2 = lowest sucioeconvmic status category based on ratings of parents’ occupations
Souree: Wright, 1971; Deosaran, 1976

Other Canadian surveys reveal a similar pattern. For example, a survey, reported in

.1968, which involved over ninety thousand Ontario high school students, showed that
.the retention rate in .igh school was highest for those who spoke a language cther

than English or French at h{lne and lowest for those who spoke French at home.”

Retention rates for those who spoke English at home were 1 percent lower than the
“Other”” group and 10 pereent higher than the French group.

Another survey teported that the pereentage of students from non-English, non-
French backgrounds who achieved B or higher averages in grade 11 ranged from 45.5
percent to 53.3 percent, compared to 35.6 pereent of children whose fathers were
born in the British Isles, and 33.1 percent of children whose fathers were Canadian-
born.

A note of caution is necessary in interpreting the results of these surveys. All the
data for students born in Canada relates to students whose parents immigrated prior
to the early 1960s. Thus, the relatively high levels of academic performance shown by
these students cannot be generalized to students whose parents immigrated during the
more recent influx of the late 1960s and early 1970s. More recent data show minority-
language students in Metropolitan Toronto clementary schools performing poorly in
English academic skills.” However, thess students were of low SES, and some were
born outside Canada. Thus, the Canadian data reported above should be interpreted
as indicating that it is possible for minority-language students to perform extremely
well academically under certain conditions; these findings, however, cannot be gen-
eralized to all Canadian minority-language students,
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RESEARCH FINDINGS

In summnary, the available evidence suggests that, with the exception of the Franeo-
Ontarian group, minority students born in Canada tend to show a relatively high level
of academic achievement in English-only programs. These findings contrast with the
low levels of achievement shown by many minority groups in L2-only schools in other
contexts.

Reasons for Success or Failure of Minority Students in L2-Only Programs

The variation in academic performance shown by different groups of minority stu-
dents from the same socioeconomic backgrounds and under the same educational
conditions can be understood in relation to the different patterns of bilingualisi and
cultural identity developed by students. Those students who perform weli in L2-only
schools tend to be highly fnotivated to learn L2 and to identify with the majority cul-
ture (patterns 1 and 1). This orientation appears to characterize most iinmigrant
groups in Canada, whe usually place a high value on cducation and encourage their
children todo likewise. These groups frequently, but not invariably, have a strong sense
of pride in their own eultural backgrodfids.!©

By contrast, those groups that have been found to perform poorly in, L2-only
sehools appear to be characterized by ambivalence towards the majority group and in-
seeurity about the valug of their own cultures (patterns 2 and 3). On the one hand,
they know that learning the majority language is necessary for economic success; how-
ever, on the other hand, they often feel hostile towards the majority culture because
they feel that members of the majority group regard their culture as inferior and not
worth preserving. The result is that parents may not strongly encourage their children
to maintain their L1 and identify with the home culture because they partially accept
the stigma of inferiority and suspeet that the attempt to avoid assimilation may be
futile. However, they may alsy feel unable to provide adequate encouragement to their
children to develop high levels of proficieney in L2 because this will aceelerate the re-
placement of L1 and the rejeetion of the home culture by the child.

Consider, for cxample, the following description of Finnish immigrants in Sweden

- given by Heyman, a Swedish researcher:
many Finns 1n Sweden feel an aversion, and sometimes even hostility, towards the Swedish
language and refuse to learn it or learn it under protest. There is repeated evidence of this,

as there is, on the other hand, of Finnish people — children and adults — who are ashamed
of their Finnish language and do not allow it to live and develop.1!

|

The same pattern of ambivalence or hostility towards the majority cultural group ‘
and insceurity about une’s own language and culture is found, to a greater or lesser ex-
tent, in other minority groups that have tended to perforn poorly in. school; for ex-
ample, North American Indians and Spanish-speakers in the United States, and Franco-
Ontarians,

How docs this pattern of parental ambivalence towards home and majority cultures
get translated into sehool failure ainong ninority-language children? First, obviously, |
these same attitudes get transmitted (probably unconsciously) to the children so that ‘
they are not strongly motivated to lcarn cither language. Teachers may contribute to
this pattern cither through low expectations of the child’s ability to learn L2 or
through insensitivity towards the child’s cultural background.

)
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However, a second way in which the home environment affects the child’s sehool
performance is through the linguistie stimulation (or lack of it) that children receive in
L1 If parents are ashamed of their cultural background or feel they speak an inferior
dialect of L1, they may not strongly eneourage children to develop L1 skills in the
home. For example, they may communicate with the child only wheu neeessary, or
use a mixture of L1 and L2 in the home. Thus, children’s L1 abilities (that is, the
development of eoneepts and thinking skills in L1) may be poorly developed on entry
to school. This leaves children without a eoneeptual basis for learning L2 in an L2-
only school situation, and consequently they may achieve only low levels of proficiency
(for example, reading skills) in both languages.

In summary, minority-language children will tend to perform well in sehool when
they are highly motivated to learn the majority language and to identify with the
majority culture. Parental encouragement to do this is extremely inportant. However,
parents will be unable to provide adequate encouragement when they feel hostile to-
wards the majority group and insecure about the value of their own culture. In these
cases, children’s performanc.: in school, as well as the proficiency they develop in both
languages, will tend to reflect the ambivalent attitude of their parents and the pattern
of linguistie interaction they have experienced in the home.

In the previous sections, minority students’ performance in L2-only programs has
been considered. The next seetion will examine the effects of incorporating students’
L1 into the educational program, whether for “survival” or “enrichment” purposes.

Effects of Promoting Minority Students’ L1 in Schools

Those who oppose the teaching of students’ L1 in the public elementary school fre-
quently argue that the promotion of L1 will impede the development of English aca-
demie shills. This has also been a concern of some parents of minority students. Com-
mon sense would suggest that reducing the amount of English instructional time would
result in lower achicvement in English. How ever, evaluations of bilingual programs for
minority students conducted in many countries show clearly that there is no basis for
this “comrnon sense” assumption.

The following four examples illustrate the results of these evaluations The first two
use L1 as a major medium of instruction, primarily to promote educational survival
among minonty students, educational enrichment through language and culture main-
tenanee is the primary goal in the other two.

L. Rock Point Navajo Study. Before the bilingual program was started in 1971, chil-
dren were two years behind U.S. norms in English reading by the end of grade 6, des-
pite intensive teaching of English as a sceond language. The bilingnal program used
Navaju as the major medium of instruction from Kindergarten through grade 2, and
continued its usc throughout elementary school for between 25 and 50 percent of the
wstruction. English-reading instruction was delayed until Navajo reading skills were
well established (mid-grade 2). By the end of grade 6, children in the bilingual program
were performing slightly above U.S. grade norms in Enghsh reading de.pite consider-
ably less exposure to English instruetion than previously.'?

One wonders to what extent similarly well-implemented programs for Canadian
Native children might achieve equivalent results.
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2. Sodertalje Program for Finnish Immigrant Children in Swedexi:. The findings of this
evaluation are very similar to those of the Rock Point Navajo evaluation. Finnish
children in Swedish-only programns had been found to perform worse in Finnish than
approximately 90 percent of equivalent socioeconomic status Finuish children in
Finland, and worse in Swedish than about 90 perzent of chdis‘lll children. The Sod-
ertalje program, however, used Finzish as the major initial language of instruetion and
continued its use throughout elementary school, although Swedish became the major
language of instruction from grade 3. By grade 6, children’s performance in this pro-
gram in both Finnish and Swedish was almost at the same level as that of Swedish-
speaking children in Finland, which was a considerable impcovement in both languages
compared to their performance in Swedish-only programs, '3

3. Manitoba Franc(;phone Study. A large-scale study carried out by Hébert et al.
among grades 3, 6, and 9 minority francophone students in Manitoba who were re-
ceiving varying amounts of instruction through the medium of French found that
the amount of French-medium instruction showed no relationship to children’s achieve-
ment n English.!® In other words, francophone students receiving 80 percent instruc-
tion in French and 20 percent instruetion in English did just as well in English as stu-
dents receiving 80 percent instruetion in English and 20 pereent in French. However,
amount of instruction in French was positively related to achievement in French. In
other words, instruction through French benefited students’ French at no cost to their
progress in English.

4. Edmonton Ukrainian-English Bilingual Program. The evaluations of this program in
which 50 percent of the instruction is given in Ukrainian throughout elementary school
have shown no detrimental effects on the development of children’s English or other
academic skills, in fact, by grade 3, students in the program had pulled ahead of the

cumparisun group in English reading skills.'S A study carrfed out with grades 1 and 3
studenty revealed that students who were relatively fluent in Ukrainian as a result of
. parents using it consistently in the hume were significantly better able to detect am-
zgumea in English sentence steucture than cither equivalent unilingual English speaking
children not in the program or children in the program who came from predominantly
English-speaking homes. '

In summary. the results of research conducted in Canada and elsewhere show that
mmority children’s L1 proficiency ean be promoted in school at no cost to the develop
ment of profieiency in L2.

Attempts to explain the suceess of bilingual programs in promoting 1.2 academic
shills for minonty students who tend to perform poorly in L2-only programs have
emphasized two najor factors:

(1) Learning L2 no longer threatens students’ identity , because the use of their L1
in the schuol gives them pride in their own cultural background and reinforces
their self-concept.

(2) The use of L1 as the language of instruction builds ou the linguistic and intellec-
tual skiils which students bring to the school. Thus, students are able to benefit
fully from interaction with the teacher, and when instruction in L2 is intro-
duced, they can use the concepts and knowledge developed in L1 to make the
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L2 input comprehensible. In other words, concepts developed in L1 can be
easily transferred to L2, given adequate exposure to L2 either in school or in the
wider environment. These factors are considered in more detail in Chapter 4.
Although detailed evaluations of progiams which teach heritage languages for sev-
eral hours per week (for example, the Ontario Heritage Languages Program) have not
been carried vut, it is clear that there is little basis for the concerns of somne teachers
and_parents that students’ English skills will suffer as a result of the teaching of L1. 1f
programs which use L1 as the language of instruction for the major part of the school
day (such as those invulving Navajo and Finnish, discussed above) significantly help
children acquire proficiency in the majoricy language, it is unlikely thay teaching for
2% hours per week will have any negative effects. *
There is alsu vonsiderable evidence that, in additivn to helping minority students
sunvive educativnally, promotion of L1 proficiency can significantly benefit students’
intell cctual functioning.

Bilingualism as a Positive Force in Children’s Intellectual and Educational
Developinent

In the past, rescarchers and educators have tended to regard bilingualisin as a major
cause of the poor sthoul performance of some groups of minority children. There
appeared to be strong evidence for this belief becanse of the many minority language
children who showed low levels of proficiency (for example, reading skills) in both
languages. Certamly the low level of proficicncy which these children had in the lan
guages of instruction wontnibuted to their educational difficulties. However, as pointed
out earher, these difficulties should be attributed not to bilingualism itself, but rather
tu the lack of full bilingualism aud the attempts of school systams to eradicate bilin-
gualism in minority children.

A very different picture emerges when we examine the effects of bilingualism among
cinldren whose proficiency in buth languages has continned to develop. Vany recent
research studies suggest that under these circumstances bilingnalism can enhance in-
tellectual and educational abilities. These studies have reported positive effects of
bilingualistn in five arcas. (1) ability to analyse and become aware of langnage; (2)
overall academic language shills (for example, reading and writing), (3) general concep-
tual development, (4) treative thinking, and (5) sensitivity to commmumicative needs of
the listener.”

This type of finding is not at all surprising when one considers what is involved in
becoming bilingual. In gaining control vver two language systems, the bilingual child
has had to deupher much more language input than the unilingual child, who has been
expused o unly one language system. Thus, the bilingual child has had more practice
in analysing neanings that the unilingnal child.

In general, the beneficial effects of bilingualism un intellcctual functiommg that have
been reported have been fairly subtle and do not represent large-scale enhancement of
children’s intellectual abihty. Nevertheless, these effects have been cousistently reported
wn situations where bilingual children’s thinking abilities are devcloped in both languages,
and they dearly add to the ubvivus persunal advantages of bilingualism to the individual
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In conclusion, the effects of bilingualisin on children’s educational and intellectual
growth depend very much on the type of bilingualism that is developed. Where children
develop low levels of proficiency — for example, small vocabulary, incomplete gram-
matical knowledge, low levels of reading and writing skills - in both languages, educa-
tional and intellectual progress will be slowed down. However, where children’s
abilities in both languages are 1 .latively well developed (not necessarily equal), then
there is evidence that bilingualisin can enhance intellectual functioning. Where children
develop a high level (that is, age-appropriate) of proficiency in one of their languages
and a relatively low level of proficiency in the other language, neither positive nor
negative effects would be expected. This may be the situation for some minority-
language children in Canadian schools whose L1 proficiency declines rapidly after the
start of school. However, other children, who develop their L1 proficiency cither
through the efforts of parents or through heritage-language classes, may fall into the
second category.of advantageous bilingualism,

Facilitation in Learning Additional Languages

Although relatively little research has been conducted on this issue, the available evi-
dence suggests that bihngualisin facilitates the leaming of additivnal languages. For ex-
ample, the French Department of the Turonto Board of Education informally observed
that .

students who are learming French as a third Janguage perfonn better than children who are
learming French as a second language. Somehiow the learning of a third language is facili-
tated by the learning of a second.18

Research evidence in support of this ubservation is provided by the findings of a study
which investigated thic learning of French by childeen from minority -language (mainly
[talian) bachgrounds in Metropolitan Toronto.!® Grades 4, 5, and 6 children from
minority-language bachgrounds who had twenty minutes of French a day since grade 1
performed significantly Letter on a Fronch listening comprehension test than children
from English-unly home bachgrounds. This finding is especially remarhable since the
minority-language children came from lower SES familics and had sigrificantly worse
English academic skills than the English background students. Sinilar results have been
reported in other studies involving [tal’an students in Torontu and Ottawa.2? However,
it is not clear-from these studies whether the advantage of the bilinguals is due to
bilingualism itsclf ur to specific transfer of vocabulary, and 0 un, between Itakian and
French, which are quite similar languages. It is also not pussible to say whether the
advantage is just a temporary advantage in the initial stages of learning or whether it
is more permanent.

A recent smallscale study carried out by Orpwood suggests that more than just
specific transfer acruss zimilar languages is involved in explaining the bilinguals’ superior
performance.' She found that in grades 2 and 4 French immersioa classes, children
frum “third” language backgrounds perforined consistently better in both French and
other academic skills thar: children frum Englishonly bachgrounds All the children in
this study ‘were from middle to upper suuiveconomic backgrounds and a wide variety
of language backgrounds was represented.

The research findings considered in previvus scctions shuw that promoting the de-
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velopment of minority children’s L1 in the school program contributes to their acquisi-
tion of L2 academic skilis as well as to their overall intellectual growth. A similar pat-
tern of results emerges from research on the use of minority students’ L1 in the home

Mother Tongue Development in the Home

Several studies show that the use of a minority language in the home is not a handieap
to children’s academic progress. This was evident in the Cunmins and Muleahy study
in the Ukrainian bilingual program,22 and it ean also be inferred from the findings in
Table 2 (p. 18) that minority students born in Canada who learncd English as a second-
language performed as well or better on alf academic tasks compared to Canadian-born
students for whom English was a first language.

The same conclusion emerges in a recent study of Italian immigrant children in
Montreal condueted by Bhatnagar.23 This study examined the academie progress of
171 immigrant children in English-language elementary schools, and 102 in French-
language schools in relation to language spoken at home and with friends and siblings
Bhatnagar sums up his findings as follows:

The results reported here do not support the popular assumption that the more immigrant
children speak the local language the better their adjustment to the host culture. It is in-
teresting to note that tmmigrant children who used [talian and a Canadian language inter-
changeably were better even at English or French, of both the spoken and written variety,
than children who used English or French ail the time. . . . Language retention ., " should
lead .0 higher academic adjustment, better facility in the host language, and better social
relations of immigrant children,24

'

Sevixal reasons can be suggested to explain why children who maintain their L1
proficiency, despite peer group pressure to use English (or French) exclusivély, per-
form better academically. First, as outlined earlier, there is considerable research evi-
dence that bilingualism pousitively influcnces children’s intellectual and academic devel
opment. Second, minority children who are comfortable in their emotional adjustment

" BUT HIS TEACHERS :SAY -
HE NEEDS MORE EXPOSURE
> TO ENGLISH/
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to both the majority culture and the culture of the home perform better academically
than those who are ambivalent to cither home or majority cultures or to both. Obvious-
ly, language retention is an important aspect of a child’s adjustment to the home
culture.

The third reason congerns the quality of parent-child communication in the home.
In a longitudinal study recently conducted in England, Wells has shown that children’s
acquisition of reading skills in school is strongly related to the extent to which parents
responded to and expanded upon the child’s utterances.2® If parents are not comfort-
able in English, the quality of their interaction with their children in English is likely
to be less than in L1. Thus, teachers should be extremely cautious about advising
minority parents to switcl: to English in the home. Whether the language of the home
i the same or different from the language of the school matters very little in com-
panson to the quality of the interaction children experience with adults.

In conclusion, it is clear that the research results on the effects of bilingualism and
L1 development run counter to the intuitive belicfs ot many parents and teachers who
fcel that any time spent on L1 will detract from children’s English skills. Contrary to
this assumption, it appears that the development of L1 skills both in home andschool
carties significant educational advantages for minority students. In order to understand
why the promotion of L1 does not lead to lower levels of proficiency in English, it is
necessary to examine the implicit model of bilingualism which gives rise to this expee-
tation and replace it with a model which ean more adequately account for the research

findings.
O
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The Balance Effect Theory j

The belief that promoting skills i; onc of a hilingual’s two languages would inevitably
lead to a decrease in proficicneyzin the other is known as the Balance Effect theory.
There are two major assumpiofs inthic Balance Effect theory which are illustrated in
Figure 1. First, the theory ¢d that there was only so mueh lingpistic capacity
available and therefore sharing §t between two languages would lead to lower levels of
proficicney in each language cohpared to unilingual speakers of each. This assumption
is illustrated in Figure 1 by the fact that as one of the bilingual’s linguistic “balloons™

BILINGUAL

Figure 1/According to the Balance Effect Theory: Double Talk = Double Think
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gets inflated, less room i left for the other. Linguistic ability hete refers to the ability
to use language as an istrument of thought, and includes such things as reading skills,
vocabulary and coneept knowledge, and so on.

The second assumption of tlu. Balance Effect theory is that the two ballouns or sets
of linguistic abilities are separate, Therefore, stimulation of one means that the other is
not being stimulated aud will consequently decline in relation to the language ability
of unilingual speakers of that language. Thus, the theory would predict that teaching
mmunty language children through the mediwn of L1 would result in lower levels of

2 skills as compared to minonty-language ildeen taught through the medium of
L2. Tt is clear that the psy choeducational arguinent against teaching heritage languages
vutlined in Chapter i is based on an implicit “Balanu. Effect’ lnodd of bilingual
proficiency.

When applied to the edacational problems of minority language children, the Bal
ance Effect theory appearcd plausible, because it was evident that as children acquired
L2 shills ther L1 skalls declined. 1t was alsu convenient for educators to blame chil
dren’s L1 for their failure to acquire adequate L2 skills.

However, as vntlined earlier, the Balance Effect apprars plausible only because of
partiular svcietal and educational influcnces, and has very little to do with the rela

“twouslup between a bilingual’s two languages. When the socictal and cducational influ
ences are changed, it becomes vbvious that the Balance Effect theory camot fit the
facts. For cxample, if the theory were valid, then the Navajo Indian children in Rock
Point should have performed worse i English when half their instruction was given in
Navaju, yet they performed much bt.m.r in English aftcr the bilingual program was
started. Sumilarly, cluldren i the Chrainian-English bilingual program in Fdmonton
should perform only about half as well in English as children who have all their instruc
tiwn i English, yet they perform just a5 well, and even show suinc subtle advantages
in their appreciation of English word meanings.
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THEORY
The Think Tank Model

To recapitulate, the main research findings that require explanation are*
1. Timne spent through the medium of minority children’s L1 either in howne or at
school does not in any way impede the development of L2 academic skills.
2. Promoting the development of minority children’s L1 skills in: the school signifi
cantly improves L2 academic skills among winority children who tend to per-
form poorly in L2-only schools.
3. Bilingualism and biliteracy appear to confer intellectual and academic advantages 1
on the individual when proficiency in both languages continues to develop.
The Think Tank mode} attempts to provide a framework within which these findings
can be interpreted.

Figure 2/The Think Tank Model: Double Talk # Double Think

The model makes the following three assumptions. First, talkirg usually reflects
thinking, and the thinking that underlies talk in L1 is essentially the same as the think
ing that underlies talk in L2. I other words, there is only one Think Tank which for-
mulates thoughts that are expressed in both L1 and L2 as well as comprehendds other
people’s thoughts that are expressed in both L1 and L2.

Seeond, although the same basic ability underlies the processing of meanings inl 1
and L2, these meanmgs are not always directly translatable across languages. For ex-
ample, “love™ and “amour” are very likely to have different connotations for a French-
English bilingual depending upon where and how his or her experiences were We
know from research conducted by Paul Kolers of the University of Toronto that con-
érete objects that people in different countries manipulate in similar ways (for ex-
ample, penals, buoks, and su on) have similar meanings in a bilingual’s two languages !
However, abstract concepts (freedom and justice, for example) and feelings (love,
guilt, and sv on) will often have sumewhat different meanings in the two languages
Thus, some information or vperations (for example, arithmetical calculations) may be
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much casier to express it une of the bilingual’s two languages depending upon the ex-
posure to that information. However, th: important point is that all the information is
stored n the same Think Tank, and the individual potentially has access to (can in-
spect) all the information so stored.

A third asamption of the Think Tank model is that an individual’s experience with
language 1> extresuely important for the opcation and development of the Think Tank
Thus, undentanding, speaking, reading, and writing either language contributes to the
development of the total Think Taunk. However, if an individual’s proficiency in one
of the languages is low, then the amount and quality of both input and output flowing
between the Think Tank and the environment thropgh that channel will be reduced.
In minority-language children (for cxample, Fings in Sweden), if both linguistic
channels remain relatively restricted over a prolongzed period of time in the type of
wmput and output that can be handled, then growtl of the Think Tank will slow down
and eventually stagnate. .

The three assumptions of ine Think Tank model can be summarized as follows®
although the hnguistic contents of the Think Tank often retain specific LI or L2
charactenistics (that is, they do not become linguistically homogenized), the same
mental expertise underlics performance (namely, processing of input and output)
i both languages. The quantity and quality of the linguistic input and of the feed-
back recerved from hnguistic output in both languages is an important stimulus for the
growth of the tot * Think Tank.

Operating the Think Tank

Here we come to the functions of the Think Tank manager, whose main duty is to
reguiate the mput and vutput of information in both languages and keep the operation
running smoothly. The manager has thre.: main control functions. First is the inspec-
tion and monitoring control, whereby the contents of the Think Tank can be inspected
and, where necessary, attempts can be made consciously to modify these contents For

Q 10
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example, bihnguals .n compare the specific meanings that “amour™ and “love™ have
fur them. The grammar of each language and the different ways in which the same
thoughts arc expressed m cadh language can alsv be compared. When grammatical mis
. takes are brought to the individual’s attention, attempts an be made to monitor and
correct these errors. The application of this function to two language stores is one of
the ways in which bilinguals may ciperience a subtle advantage over unilinguals in
appreciation of word meanings and awareness of how language itself works.

\ The second function of the manager is to vperate the switch control whereby the
input or output of vne language can be turned off and the other turned on, For ex
ample, bilinguals may start an utterance in L1 and finish it in L2; or at a party . anin-
dividual may alternate between listening to an English convemation in his or her own
L~ group and a Spanish conversation in a neighboring group.

The first two control functions are concerned with the internal operation of the
Think Tank. The third is concerncd with motivational influencés on its operation.
Here the manager must decide on policy and implement it through the ralve control.
Theyalve control regulates the flow of input to and vutput from the Think Tank. Thus,
if a minonty-language student is anxivus to quickly replace L1 by L2, she or he can
shut down the L1 valve and open the L2 valve as fully as possible. The account on page

- 13 illustrates how the LI valve can be reopened “if | get interested in what they are
saying.” [t seems likely that the poor performance of, for example, Navajo Indian
and Finnish unmigrant childeen in L2, when all instruction is through L2, i> duc to a
partial dosure of the L2 valie caused by negative attitndes towards the 1.2 community.
If the L2 valve is partially dosed, and there is little stimalation coming in through the
L1 valve, then growth in the Think Tank will be relatively sluggish.

\
Applying the Think Tank Model

The reasuns why mstruction through L1 for minority language children is just as, or
more, effective m promotmg 1.2 shills as instruction through L2 can be casily described
m terms of the model. Contrany to the assumptions of many pareats and teachers,
imonty culdren’s educational purformance in L2 15 not determined only by experi
ence m L2, mstead, it is determined by the entire store of linguistic and conceptual
knowledge m the Think Tank whiclt is derived from the totality of the child’s experi-
ence in both languages.

The mportance of previous conceptual information or subject matter knowlege for
comprehending meaning in 1.2 can be illustrated by a relatively common occurrence
for anybudy who ls developed partial skills in a sccond largaage. Imagine that you
have an intermediate level of French proficiency and are listening to a lecture on
Canadian politics, a subject m which you are passivnately interested. Itis quite likely
that you will understand a considerable amount of what is being said because of your
knowledge of the events and context of what is being discussed. You will undoubtedly
understand much more than you would in a lecture on French polities, a subject in
which you have very little knowledge and less interest.

In the same way, programs which teach through the medium of LI are not just
developing fluency in L1, they are also developing the underlying conceptual and
acadenuc shills (subject matter hnowledge) which are necessary for academic develop
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ment in English. Of course, adequate exposure to L2 is necessary; however, because
L2 is the language of the environment, the minority child usually receives an enor-*
mous amount of stimulation in L2 through TV, other children, and so on. Thus, a
minority child who develops conceptual knowledge and reading skills in L1 as a result
of instruction mainly through L1 at school will usually have little difficulty transfer-
ring this knowledge to L2. However, even where instruction through L2 is effective
n developing a high level of conceptual knowledge in minority children, this knowledge
will usually not transfer to L1, because of lack of exposure to literate uses of L1 (read-
ing,and writing) and also lack of motivation to develop L1 (closure of the L1 valve to
the Think Tank).

The final chapter considers the practical implications of the research findings for
heritage-language teas hers and minority parents anxious to promote the development

of high evels of L1 proficicney.
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Why and How Children Learn Languages

. The central reason why babies learn a first language is to communicate with other
- people who play some important role in their immediate environment (for example,
feed them). However, in their first year of life, before  they can understand or produce
words, babies become very sensitive to the meanings of nonlinguistic aspects of the
communicative situation, for example, facial expressions (smiling), gestures (pointing),
tone of voice, and so on. The meanings of words are learnt by linking up the meaning
of a particular situation (for example, adult dresses baby for a walk) with the words
that the adult usually produces in that situation (for example, “We’re going for a walk
now”). Thus, the child’s extralinguistic knowledge plays a crucial role in making the
linguistie input comprehensible. Gradually, as the child is exposed to more compre-
hensible input, she or he will begin to try out words in these situations (for example,
“walk™) and the adult will dellghtedly respond a2nd amplify the child’s utterance,
thereby providing both feedhack as to the appropriateness of the utterance as well as
more linguistic input to the child. ‘ ‘ ‘
Minority- languag(, children pick up L2 in much the same way in the strcet and/or in

school. First, there is a period which can range from several days to several months
when the child says very little in L2 but tries to decipher the L2 utterances of others
through linking up the utterance with the meaning of the situation. Then words and
phrases will be tried out and the effects of these utterances will be observed. Utter-
ances which are not appropriate or don’t have the expected effects will be modified
until gradually the words and the rules for combining thein (grammar) begin to fit to-
gether into an organized system that gradually approximates that of a native- speakcr
of L2. .

The amount of time necessary to acquire mastery of a second (or first) language will
depend on the extent to which individuals have the opportunity and inclination to in-
teract with competent users of the language. It is thus not surprising that immigrant
children usually learn the second language more rapidly than their parents since, typi-
cally, they have much more exposurc to the language than their parents.
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Implications for Teaching Heritage Languages ;

The central point made in the preceding section is that languages exist for communi-
cating meaning, and are therefore best learned in situations where meanings are being
. communicated and learners are interested in what is being communicated. This is why
s0 much second (or third) language learning that goes on in schools produces dis-
appointing results (for example, learning another language for twenty minutes per day).
The learner is not exposed to speakers of the language who have something important
or meaningful to communicate. Instead, teachers often try to teach components of the
language in isolation from the whole (for example, past tense, masculine gender, how
to form plurals, and so on). This type of teaching can form a useful supplement for
learners (especially adults and older children) who are exposed to natural communica- /
tive situations in the language vutside the classroom. Hov ever, without this meaning-
- ful exposure, it will be sterile and counter-productive, especially for younger students.
There is one overriding principle that applies to heritage-language classes, whether
vrganized by cominunities or school boards. Children should find the classes interest-
ing and 2njoyable. Otherwise the motivational valve to the Think Tank will close down
and not much learning will vecur. Perhaps the main way in which these classes are
Hective 15 1 motnating children to maintain and develop L1 rather than replacing it
by English. If the classes are made boring through an vveremphasis on grammar and
memorization, then children will have very little desire tu develop their proficiency
and will resent rather than have pride in the L 1. Heritage-language classes will be most
effective when they use the heritage language as a vehicle for transmitting the culture
rather than trying to teach the language in isolation fron the culture. In other words,
teachers must find ways of incorporating sume of the communicative methodology
of bilingual programs ito the heritage-language dass. Sume of the ways in which this
can be achieved are outlined in other handbooks in the present series.!

AT HALF PRIC
YOU LEARN
ABOUT PAST
—ZZ TENSES AND |
E PLURALS /%
5

A language is more than the sum of is parts and should be taug’ L as such
One further puint that needs to be stressed about the teaching of heritage languages
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concerns the question of dialect. Many children in heritage language classes speak a
dialect of L1; and teachers sometimes feel that they must eliminate this “inferior™
form :n order to teach the standard form. Often children are told that the forms they
have learned at home are wrong and the teacher attempts t. make children replace
these “incorrect™ forms with the standard “‘correct” form. However, what teachers
may inadvertently communicate to children is that their parents are not only unable to
speak an adequate form of English, they are alsv incapable of speaking their L1 prop-
erly. Thus, 1t is extremely important that heritage-language teachers do not attempt to
eradicate the dialect, instead, they should communicate to children that the dialeet
and standard are both valid forms of the language which are appropriate for different
contexts. If the tcacher consistently uses the standard form while accepting student
utterances in the dialect, students will gradually shift to using the standard in the
schoul context. This urientation is, of Lourse, a prerequisite for any genuine communi
cative teaching. If teachers are constantly correcting students’ utterances, very little
real communication will take place in the classroom, and consequently, very little
development of language skills will oceur.

* Promoting the Development of Children’s L1 in the Ho.ne

The first deaision that must bemade by parents, une or bothof whom sgeak a minority
language, 15 whether or n\ol‘ they want their children to beceme bilingdal and, if so,
what degree of bilingualisin’do they want their children to develop. For example, do
they want their children to develop full literacy skills in L1, o is the maintenance of
speaking and listening shills sufficient? This question is obvivusly linked to wky parents
want their Jiildren to become bilingual. A large variety of reasons are possible for
example, to maintain communication within the immediate family and with grand
parents and otherrelatives. . develup better appreciation of their cultural back ound;
to ensure the surival of the minority language commanity, to hp children £ adjust
if the famly retums to the country of urigin, because bilinguali-m will be an alvantage
- in looking fur a jub, ur because bilingnalism will enrich children persunally by giving
them aceess to two cultural groups (for example, two literatures).

The powt is that if parents hnow what their vbjectives are, they can take the neces
sary steps to redlize these ubjectives. Bilingualiam dues rot devdlup autumatically just
because vne language i spokgn at home and another in the sthool and wider environ
ment. Unless speusal steps are taken to promote the development of the minority
language. there will be astrung tendeney to roplace it by the more prestigious majority
langnage. 1f language use m the home is haphazard and unplanned, with frequent’
alternation of Languages by the same person spraking to the child, the minority language
is unlikcly to develop adeguately.

Thus, there are certan principles which parents should ubserve .” they want their
children to maintain the L1 and become fully bilingual:

First, language 1s lewrnt through communication. Therefore, parents must spend
time with their duldren, enjuy them, and talk with them akout things which are of

mutual mterest. This pnnciple applies just as much to the one year old as to the six
year-old. Roger Brown, a pruminent authority on language dev lopment from Harvard
University, answers the question of “How can a concerned mother facilitate her child’s
Iear?ing of language?” as follows:

\‘ w
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Beheve that your child can understand more than he or she can say, and seek, above all, to
communicate. To understand and be understood. . .. There is no set of rules of how to talk
to a child that can even approach what you unconsciously know. If you concentrate on
communicating, everything else will follow.2

Naturally, this advice applics just as nuch to fathers as to mothers.

HEY ! SLOW DOWN,
twilbya? I'm 4
JUST A BABY |~/

Communiation between parents and children is extremely unportant in homes u here
' children are being raised bilingually

Second, children should be exposed to communication in L1 as much as possibie.
W hen parents speak L1 between themselves, they should also speak L1 to their children.
This 15 obviously neeessary if L1 is to develop fully, however, the principle carries the
important implication that it is not necessary to use English in the howe Parents (and
teachers) sometimes feel that English rather than L1 should be used in the home in
order to help children lcé;n English, at best, this is not necessary, and at worst, it can
have very harmful effects. Children whose L1 proficiency has been well developed in
the home will have httle difficulty acquiring English from exposure to it in the wider
environment, and there is evidence that their bilingualism will give them some educa-
tional advantages vver the course of their school careers. Using English for communi-
cating with children will certainly not do any harm if parents can provide the same
quality of communication n English as they canin the L1. However, often parents are
Iess comfortable in English thar in their L1 and consequently the quality of communi-
cation between parents and children suffers. The result is slower development of
children’s Think Tanks since the linguistic input is of a lower quality. It is clear that
the assumptions of parents and teachers who advise the use of English in the home are
based on the Balance Effect’theory which just doesn’t fit the facts.

However, by the same token, it is not necessary for parents to shield children from
exposure to English on TV or in the strect. It makes much more sense for parents to
think positively rather thap negatively. In other words, rather than prohibiting children
from watching, for example, “Sesame Street™ on TV or playing with English-speaking

Q A
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children un the strect, patents shuuld seek vut interesting activities which expose their
children to L1. Ways of doing this are for parents, relatives, friends, or older siblings to
tell stories, folk tales, riddles, jokes, and so on, from the L1 culture to the clnldruu,
reading to the children in L1, watching TV programs in L1 together with the children;
and participating in L1 cultural or community activities. In short, parents must ensure
that knowing L1 has some pay-off for the child. There must be things that the child
enjoys doing that she or he ean do in L1 but could not do in English. Otherwise, why
should the child make the effort (and it often s an effort) to maintain L1 listening and
speaking skills? -

Obviously, this ¢n.curagement of L1 development is not in any way incompatible
with encouraging the child to do well in school and in learning English. In other words,
parents should encourage each of their children’s languages and cultures to eurich the
other rather than being afraid that cach will detract from the other.

Third, parents should be consistent in their use of languages to their children. This
principle follows from the second. Alternating between languages from vne time to the
next may tend to confuse children. In learning a language, children not only have to
work out what the individual words mean, but also how to combine those words to
make meaningful utterances which observe grammatical rules, and which are appropri-
ate to the context in which they are uttered. It will be more difficult for children to
wurWt the grammatical rules of each language when they are exposed to a mixture
of both langua{,es in the same context. «

]

Fourth, each language should be associated with a specific centext. This prineiple
is similar tu the third, but is especially relevant to the situation’where parents con-
seiously decide to expuse their child to two languages in the home. This situation may
arise when each parent speaks a different language to the child or where both pareuts
speak both languages to the child. Thus, when cach arent speaks a different language
to the child, they should be consistent in theig use of that language. If, for example,
French and German are the languages in question, the father shouid always speak
French to the child and the mother always German (or viee-versa). In this way the
child associates cach language with a particular persn and knows which language to
speak or listen for when communicating with that_person. When language use in the
home is mxed or haphazard, it is more difficult for the child to sort out the vocabulary
and granunatical rules of cach language. )

”lb specific context in which uull language is used dOLb not matter so long as it is
clearly defined and u)llalah,lluy used. Que person, vne language, is perhaps the mo<t
common pattern. Another arrangement which worhs well when both parents are
bihngual 15 to use differcnt languages on different floors of the house. For example,
Fn.nch mght be uscd upstars and [talian downstairs. The pumutotlons innerease when
the language of the wader environment and the language of schoonhng enter the picture,
One of the languages spoken at home may or may not be the language of the wider
communty. For example, Frendh and German may be spoke. at home and English
may be the language of the community. Oue family in Edmonton, \lberta, speaks
Armenian at home, the children go to a French immersion schuul and they picked up

Loghsl m the cnviconment. In another family in Edmonton, one parent speaks Gennan
Q . .

. ) 4 6 37




BILINGUALISM AND MINORITY-LANGUAGE CHILDREN

e
to the children, the other speaks Ukrainian, and the children go to the Ukrainian-

_English bilingual program. In addition, they receive German instruction in Saturday
morning school.

Each language +5ould be associated with a specific context

In all these cascs the parents were confident that trilingualisin was possible for their 1
children and were aware of how to go about achieving this objective. They were aware
that it was desirable to keep the languages separate, each one associated with a particu-
lar eontext, and also that it was not necessary to be concerned with their children’s
acquisition of English, provided there was adequate commnunication between parents |
and children in the home language(s). Children exposed to this type of linguistic envir- |
onment often do very well in school, probably because parents are aware of the neees-
sity to promote strongly the minority language(s) in the home. Thus, they may tend to
spend more time than parents in an English unilingual hoine in commnunicating with their
children and stimulating the development of children’s overall conceptual knowledge.

In the initial stages, children exposed to two languages in the home may have less
vocabulary in cach.than unilingual ehildren. This is not surprising sinee the child has
been exposed to less oi each language than unilingual children. Research studies have
suggasted, however, that children exposed to two languages in the home inake niore
rapid progress in overall development of concepts. It seems likely that in the early
grades of school (or before), children’s transfer mechanisms will start to operate effici-
ently so that new vocabulary input in L1 will be a stimulus to scek out the equivalent
: wordsin L2 and vice-versa. However, parentsshould be aware that children’s voeabulary
, in each language is likely to be less than that of unilingual children in the initial stages
1 of acquisition and, consequently. that it is necessary to provide adequate stimulation

. in each language. Where parents do stimulate the child (for example, read aloud to
Q ) /
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the child, explain things, play with the child, and so on) in each language, children
from bilingual homes svon catch up with unilinguals in vocabulary knowledge, depend
ing of course un relative degree of exposure to cach language outside the home. 1f
LEnglish and German are the languages of the home, English proficiency will soon vut
strip German proficiency because of the predominance of English in the ¢nvironment,
However, the child would likely have little trouble catching up with unilingual German
speakers if the family moved to Germany.

What if parents would hke thewr children to become bilingual, but de not feel fully
comfortable in the minonty language? This i> sumetimes the case with sceund-genera
tion parents who have lost some of their ability in their mother tungue yet would
like their children to hecome proficient in it. Under these conditions, should vne or
both parents use the minority language in communicating with their children? A prin
ciple whidh is applicable to this situation is that the major part of communication be
tween parent and child should be in a language or languages in which the parent feels
fully comfortable. This is simply because the quality of parent-child interaction i
likely to suffer1f the language of communication does not come naturally to the parent.

This does not of course mean that parents should never speak the minority language
to their children. The proficieney which the parents have in the minority language and
their pnde in therr cultural bachground will be a great stimulus to the Jhild to acquire
the language, and parents can supplement the linguistic input which childeen get froin
other scurces. For cxample, grandparents are likely to speak the minority language
more fluently than English, and they can be encouraged to speak it to the child.
Parents alsu can use the minority language when visiting grandparents. This exposurc
will allow_the child to pick up “an car™ fur the language and start to develop basic voeab
ulary and grammar. In the home, porents could set aside a certain time of the day or

|
|
|
|
a certain room in the house just fur speaking Ckzainian in order to help dovdop thest
baste skills. However, in urder for this type of “artificial™ situation tu succeed, it must
be fun for the child. Enthusiasm and imagination on the part of the parents is neees
sary to make the situation into a game and uneourage the Jhild to use, and cijoy usiig,
, the language. N l
One of the most important ways that minority -la.. uage parents and teachers can
encourage Juldren’s devdopment in the mother tongue is by reading stories aloud to
them, Many rescarch studies have shown that children who are consistently read to in
the Lome tend to develop lugher overall language ability and do better in school than
children who are net encouraged to read. Most public libraries in cities stock a good
selection of hildren’s books in languages vther than English, and certain publishers
tfor example, Sehwolastic Publishers in Turonto) are now markcting children’s books in
neritage languages. Community vrganizations, sthoul buards, and local libraries should
be able to provide more mformation vn where children’s books in heritage languages
can be located.

%
\
9

How should parents encourage the development of children’s L1 when both parents
are working? Obvivusly ;if baby sitters are available who speak L1 (for example, grand
parents), thete 15 little problens. Howuver, this is often not the case, municipal day care
programs are solely n English and baby sittcrs may speak a language uther than either
the child’s 1.1 or English.

Q
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A worthwhile goal for minority communities to aim for under these conditions
would be bilingual (or L1-vuly) nursery schools in which preschool children’s L1 and
conceptual abilities would be strongly prowoted. This type of nursery school has been
established by some comnunity groups (for exanple, Ukrainians) in Metro Toronto
and appears to function extremely well. Obviously, however, minority parents must be
committed to L1 retention and convinced of the academic benefits of bilingualisin in
order to make this type of scheme succeed. What has been said up to now about
parent-child interactien in L1 becomes even more important w hen the time available
for promnoting L1 in the home is reduced.




6

Conclusions

Cleary, bilingualism does not develop automatically in minority-language children, and
parents inay sometines question whether it is worth the effort to try to maintain the
mother tongue, cspecially if they fear that this might interfere in children’s learniag of
English. This is a question which individual pare;&must decide for themselves; how-
ever, decisicns should be made at an early stj;?g of children’s language development,
not when the replacement process has already started. Also, decisions should be nzde
in the light of what is known about bilingualisin and children’s-deyelopment. This can
be summarized as follows:

o

. Minority-language children whose L1 proficieney on starting school is well-devel-

oped will usually have little difficulty acquiring high fevels of English proficiency.
However, ckildren whose overall conceptual abilities in both L1 and L2 are poor-
ly developed are likely to expericnce difficulty in school.

. When both languages are well-developed, bilingualism scemns to benefit some

aspects of children’s intellectual functioning; however, when neither lar.cuage is
well-developed, children are often at 4 disadvantage in school.

. Poor developiment of hoth languages frequently oceurs among minority-language

children whose parents feel ashamed of their own language and culture, and ain-
bivalent or even hostile to the majority lznguage and culture. These children tend
to perform very poorly in an L2-only school setting; however, resezich findings
suggest that their school performance improves considerably when L1 is used as
a medinm of instruction for part of the school day.

. These findings (and many others in different bilingual situations) clearly refute

the “Balance Effect™ theory, that is, that time devoted to one of a bilingual’s
two languages results in a decrease in proficiency in the other. Provided a bilin-
gual is adequately exposed to both languages and is motivated to learn both,
then performance in either L1 or L2 will be determined by the quality of total
stimulation in both L1 and L2. What this means is thet teach.ng through the
medium of L1 for minority-language children is just as, or in so11e cases more,
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effective in promoting L2 proficiency and overall conceptual abilities as instruc-

tion through L2. The opposite does not hold because motivation to learn and ex-

posure to L1 is usually inadequate.

. Minonty-language parents should make a clear decision as to whether they want
their children to be bilingual, and if so, what degree of bilingualism they desire
their children to attain. 1f bilingualism is desired, parents must take an active
roic in encouraging their children to develop their L1 proficiency.

. Heritage-language classes which <hildren enjoy and find interesting are extremely
valuable in helping children develop L1 proficicncy. However, classes which
children find boring and unpleasant will not motivate children to take pride in
their culture and develop their L1 proficiency.
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